Research on current discourses on educational change in general and teacher education in particular have identified reasons why some teacher education courses fail to connect with trainees. This study sought to investigate factors that underlie pre-service teachers' resistance to an innovative religious and moral education course. A descriptive survey methodology was used to collect relevant data in this study. Oser's (1991) concept of moral dilemmas was utilized as a theoretical framework for investigating and interpreting the results. The sample comprised of 200 out of 700 teacher trainees randomly selected from two primary teacher's colleges. A questionnaire was used to collect data from participants. The study found that the socio-affective, factors, namely the dominant social values and expectations, religious beliefs and doctrines, and an inadequate professional support infrastructure constituted the major impediments to the adoption of professional behaviors commensurate with teaching Religious and Moral Education by prospective teachers. This study recommends the adoption of inclusive policy interventions at national, college and school levels.
INTRODUCTION
Research on current discourses on educational change in general and teacher education in particular have identified the reasons why some teacher education courses fail to connect with trainees (Fullan 1999; Wood and Geddes 1999) . In their study, Wood and Geddes (1999) found that most teacher education programs were in ineffective in preparing teachers to teach in rural schools because they either lack overall coherence or they are poorly implemented by teacher training institutions. Similarly, Fullan (1991) argues that the goals of most teacher education programs are hazy and poorly conceptualized. Studies on teacher education indicate that the experiential, moral, emotional and axiological dimensions of trainees' pre-course socialization determine the success or impacts of teacher training programs. Knowles's (1980) Andragogical Model of learning provides a useful frame work for conceptualizing difficulties adult learners may encounter in adopting new behaviors in training contexts. According to this model, learning readiness in adults is motivated by life experiences and is oriented towards resolving real life problems. This implies that a transformational program should accord with trainees' experiences if it is to be adopted.
Prospective teachers' preprogram beliefs and experiences have also been found to be major influences in teacher development. In their study, Joram and Gabriel (1998) claim that student teachers have a set of well developed pre-programme beliefs which act as filters for processing new programme content. These beliefs constitute student teachers lay theories on teaching. Similarly, Zeichner in Tann (1995) found that the student's lifetime experiences in educational contexts influences their concepts of teaching roles and models thus making the acquisition of new teaching models and behaviors problematic. McDiarmid (1995) refers to trainees' pre-program beliefs as personal ideologies. According to Stoddard and Gomez in Fullan (1991) , student teachers' personal beliefs have a powerful influence on how they learn and conceptualize their teaching roles.
Other studies show that religious beliefs and values constitute other influential obstacles to behavioral change in learning and training contexts. For example, Frazier (1975, 1) noted that:
A religious person feels intensely that he has a fundamental stake in any question relating to the truth of his beliefs. This view is supported by Schmidt (1980) who argues that advocates of different religions often claim that their faith is true while others are implicitly false. As Kristersen in Schmidt (1980, 15) observes that '… for most people it is a difficult task to do justice to the viewpoints of others when the spiritual issues of life are at stake'. Oser's (1991) and Tirri's (1999) concepts of moral dilemmas and moral conflicts respectively provide useful frameworks for understanding the social and personal pressures prospective teachers may face in adopting new behaviours demanded by training programs. These researchers have indicated that the social relationships a person may have strongly shape that person's responses to situations. One person's social bonds with peers, interest groups may be valued above professional relations. Consequently, trainees may prioritize social to professional relations. In the same vein, significant institutions, be they clubs or subject associations, have a profound impact in shaping a person's moral judgments and values. According to Posner (1995, 189) '… a curriculum is an embodiment of cultural values'. This implies that if the values embedded in curriculum innovation are at variance with those held by the local community or its recipients, rejected or resisted. Similarly, Leithwood (1981) has observed that the ideological dimensions of a curriculum innovation may render it unacceptable to recipients. According to Posner (1995) , the social, cultural and personal 'frames' of a curriculum may determine its acceptance or non-acceptance of its recipients. This implies that trainees may resist a curriculum due to pre-program socialization or the value characteristics of the curriculum being implemented.
Transforming novices into professional workers is one of the greatest challenges facing teacher educators throughout the world. Wood and Geddes (1999) indicate that the search for effective models of teacher education remains unresolved. In Zimbabwe, the existence of concurrent models of teacher education is indicative of conflicting perspectives and lack of consensus with regard to the preparation of teachers for the profession. Hypothetically, graduates of teacher training colleges should be more superior to those of the colonial period in view of the fact that entry requirements into teachers' colleges are now higher and securing vacancies for teacher training is very competitive. More importantly, all teacher education curricula are now monitored and supervised by the Department of Teacher Education of the University of Zimbabwe (Chikomba 1989) . However, the existence of numerous types of teacher education models in the country is indicative of lack of coherence in teacher education policy. The RME curriculum has precipitated an ethical crisis in Zimbabwean society because its overarching goal is to provide a new ethical foundation for the new nation by integrating socialist ethics with Christian and indigenous value and knowledge systems (RME syllabus 1985). However, introducing RME has generated endless controversies as the following media comments reveal. A clergyman from one of the influential religious groups had this to say:
The idea that children must learn about all major religions and when they are grown up make a choice is an educational impossibility. Only an unworldly philosopher can make such a suggestion or someone who really wants all religious education done away but is not open enough to say so (Wermter 2000, 1) .
Similarly, Teswa (1990, 3) a teacher at Mutata Primary School complained as follows:
I feel the RME syllabus needs revision. We practicing teachers and some teachers awaiting training are finding some difficulties in understanding the syllabus.
Most trainees enrolled for initial teacher training seem to resist accepting the notion of religious equity advocated for by government educational policy. For example, during college-based teacher training, trainees generally view content and topics from minority religions with scorn and sarcasm by displaying disinterest to discussions involving religions other than the Christianity. Similarly, during their teaching practice stint, most trainees deliberately avoid presenting RME lessons for either the purpose of supervision or assessment. It is against this background that this study sought to explore, identify and explain the factors that underlie trainees' resistance to adopt professional behaviors and ethos in line with the official government policy and accepted principles of teaching RME. The following research question was regarded as the main problem investigated: Which factors underlie student teachers' apparent resistance and negative attitudes towards the teaching of RME at primary school level?
METHOD

Participants
Data collection was restricted to two primary teachers' colleges of education located in the same province. An equal number of participants was drawn from a population of 700 student teachers. The sample comprised of: (a) 100 final year student teachers; and (b) 100 first-year student teachers who had not been exposed to the RME curriculum.
Instrument
A questionnaire was used to collect data from both final year and first year trainee teachers who had not been exposed to the RME curriculum. This questionnaire was divided into three sections. (a) the bio-data with respect to the pre-programme socialization of trainee teachers; (b) trainee teachers' attitudes towards the core values embedded in the RME course; and (c) data with regard to professional support systems in the user-system.
Procedure
The questionnaire was administered during sessions when final-year trainee teachers were evaluating their teaching practice experiences and to first year trainees during the orientation week. Data collected were analyzed using Miles and Hubermen's Model (1989) . Quantitative data were collapsed into frequency distribution tables and narrative data was condensed into briefer summaries. The frequency distribution tables for quantitative data constituted the Data Display stage.
RESULTS
The findings of the study are reported with respect to the two categories of factors investigated: (a) pre-training socialization, and (b) the influence of prevailing conditions in the user-system. 
DISCUSSION
Five factors emerge as key influences on students' attitudes towards the teaching of RME in this study: the dominant Christian-oriented social environment, religious doctrines; the educational heritage, inherited RE traditions and pre-training exposure to a multi-religious environment. The first four factors were found to be impediments in behavioural change on trainee teachers' attitudes towards RME.
Influence of the dominant Christian-oriented social environment
The broad context from which trainee teachers are selected for teacher training is predominantly Christian in its value-orientation. Participant data indicates that 90 per cent of trainees are Christians; 90 per cent of respondents were active members of religious organizations and 50 per cent of these had attended church controlled schools with Christian historical roots. The dominance of Christian values and expectations in major social institutions undoubtedly influence student teachers to reject the concept of religious equity which is embedded in government curriculum policy. One interviewee declared: 'I do not consider other religions to be true'. Student teachers with such a mindset are unlikely to implement government policy with respect to RME fully.
The shackles of dogma as impediments to behavioral change
Related to the above are the teachings of religious organizations and personal beliefs of student teachers. Eighty per cent of the participants indicated that their religious organizations teach that not all religions are true. Followers of religious organizations propagating such teachings resist teaching religions other than Christianity, as one interviewee asserted: 'I believe being Christian is set for me and others'. Personal religious convictions are also major constraints in the acceptance of RME by student teachers. In this study, 87 per cent of first year participants were convinced that some religions were not good to be taught; and 74 per cent of the participants believed that teaching different religions would promote disharmony among pupils, thus they deny some religions space in the RME curriculum. This negative attitude towards non-Christian religions is aptly articulated by one respondent who remarked: 'Some religions are demonic'.
The power of schooling traditions
Respondents' data reveals the existence of a wide gap between school practices and teacher training course requirements with regard to how RME should be taught. This gap or discrepancy is manifest in a number of ways. Firstly, respondent data reveals that social and public functions in school were Bible centred giving the impression that only Christianity was the acceptable religion. In this study, 80 per cent of the participants revealed that all pupils were compelled to attend school assemblies where the Bible was studied and read. The dominance of Christian-centered practices in primary and secondary schools as indicated above undermines the adoption of a multi-religious curriculum such as RME. Students are brought up to believe that conformity to a Christian value-system is more acceptable, hence they find it difficult to change this attitude during initial teacher training. Participant data also reveals that methods used in teaching RME at primary school level reflect the traits of the colonial RE curriculum. Participants revealed that traditional teacher-centered and lecture recitations methods were still being used to teach RME at primary school level.
Pre-training exposure to a multi-religious environment
Whereas the previous section reported on factors influencing student teachers negatively, the exposure a multi religious environment was discovered to have a positive influence in the teaching of RME. A small minority of participants did not feel threatened by the concept of religious equity embedded in the RME curriculum. One participant remarked: 'I believe that just as my religion develops my spiritual, social and moral being so do other faiths'. Such comments indicate that exposure to a multi-religious environment has a positive influence on trainees' attitudes towards the teaching of RME in schools.
User-setting conditions and experiences
This section reports on the influence of user-setting conditions on student teachers' attitudes towards the teaching of RME. Six key factors emerge as the underlying causes of student teachers' aversion towards the teaching of RME at primary school level: (a) policies of church-related school authorities; (b) inadequate student support systems in most schools; (c) resource shortages; (d) attitudes of pupils towards religions other than Christianity; (e) actions of some community members and (f) the demands of public examinations.
Policies of church-related school authorities
The first primary schools in Zimbabwe were established by missionaries for the purpose of propagating Christianity (Mbiti 1991) . Close to independence, 97.3 per cent of all primary schools were still managed by church organizations. Despite the subsequent hand-over to the government control of the majority of primary schools, the boon and weight of Christian traditions still hold sway in primary school activities. For instance, 64.2 per cent of participants had their teaching practice at mission established schools and 15.0 per cent did their teaching practice at church controlled schools. Participants indicated that school activities and public ceremonies were still organized around Christian traditions and rituals such as morning assemblies, scripture readings and prayers. The dominance of Christian rituals and symbolism, from the trainee teachers' perspectives, gives the impression that other religions are of lesser value. More importantly, the entrenchment of Christian symbolic acts is incompatible with the rationale which underpins the teaching of RME in church schools relate to church policies, and to a greater extent, attitudes of church authorities to religions other than Christianity. In some church run schools, government policy on the teaching of RME has been totally rejected. Some church schools have actually replaced the RME curriculum with their own manuals and such school environments, the trainees could not teach RME as stipulated by the syllabus because of the potential danger of being stigmatized.
Resource shortages
Participants were unanimous that resources such as textbooks, knowledgeable personnel and time were inadequate. For example, 77.6 per cent participants indicated that the prescribed texts for teaching RME, syllabi, Teachers' and Pupils' Resource Books were woefully unavailable in teaching practice schools. The following remarks support this assertion:
"There was only one Pupils' Book for a class of 45" "Teachers were sharing resources"
The shortage of resources highlighted above undoubtedly impact negatively on trainees' morale and motivation to teach RME. Trainees would spend a lot of time, effort and energy mobilizing and producing materials for RME lessons. It is therefore not surprising why trainees resent teaching RME.
Lack of adequate support systems
Trainee teachers on field practice need adequate support in various forms namely, emotional, professional and social support in order for them to benefit from the exercise. Support systems include, according to Hargreaves et al. (1998) , supportive out of school learning communities, subject area networks and professional organizations. Participant data reveals that trainees lacked the support of headmasters, mentors, pupils and communities.
Headmaster support in relation to the teaching of RME School headmasters are powerful influences within school settings in facilitating teacher use of an innovation or educational program. They create mechanisms to handle logistical and time scheduling, continuously monitor the attitudes and feelings of teachers (Taylor 1987) and they provide a cognitive grasp, encouragement, confidence and cohesion (Van der and Knip 1988) with respect to an innovation. Participant data indicates that most headmasters were predisposed against teaching of RME for a number of reasons. Some participants indicated that some headmasters did not approve the adoption of multi-faith strategies in the teaching of RME out of personal religious convictions. The following remarks support this view:
"Since he is SDA, he does not want to hear about other religions" "He looked down upon traditional religion" "He is biased towards Christianity"
It is appears that the low status of RME in the school curriculum meant that few resources could be purchased and made available to trainee teachers. Again participant data reveals that some headmasters did not support the teaching of RME because they did not have the capacity in terms of the curriculum knowledge and skills to do so. The following comments testify this:
"He had no knowledge about the multi-faith approach" "He supported but do not fully demonstrate the approach himself" Some headmasters were reported to be indifferent to the teaching of RME for unknown reasons:
"He never made any comments" "I am not sure"
However, there were also reports of headmasters (39.3%) who actively supported teacher-use of the multi-faith approach in teaching RME. These headmasters seem to be knowledgeable and competent to teach RME. The following comments support this inference:
"We once had an in-service session in the teaching of RME" "She is well versed in the multi-faith approach"
The scenario described above clearly illustrates how the disposition of the school headmaster influenced or contributed either positively or negatively to the teaching of RME. The majority of trainees probably emulated the example of most headmasters who had a general low opinion of RME compared to other subjects in the primary school curriculum.
Mentor support
The mentors are expected to be role models to student teachers, imparting professional knowledge, skills and appropriate teacher behaviours and attitudes. This study found that 72.8 per cent of trainees perceived their mentors to be outdated with respect to modern methods of teaching RME; and 37.7 per cent were of the opinion that their mentors were ideologically opposed to the multi-religious philosophy underpinning the teaching of RME. The following remarks by respondents support this view:
"The mentor regarded Christianity as the best religion to be taught" Other mentors were perceived by participants to be ignorant of modern methods of teaching RME as is implied by the following remarks:
"She used only the story-telling methods" "She seemed not to have any ideas on the new methods"
However, a minority of the participants (27.2%) were impressed by their mentors' knowledge and skills with respect to the teaching of RME. Such mentors facilitated professional and social growth of student teachers as the following comments reflect: 'They try their best'. Overall participant data reveals that trainees and mentors do not share a common pedagogy with respect to the teaching of RME. The existence of differences undoubtedly underpins trainees' negative attitudes towards RME.
Lack of pupil participation
Pupils' participation in RME lessons was identified as another factor contributing to student teachers' negative attitude towards RME. Seventy-four per cent of respondents who had completed teaching practice indicated that pupils' participation was determined by the religion being taught. Other religions were resisted by pupils as the following comments indicate:
"They were against traditional religion" "They thought of Christianity as superior than others"
Since most teachers evaluate their lessons in terms of pupil participation, failure to engage all pupils in an RME lesson leads to frustration and lack of motivation. This confirms Posner's (1995) assertion that pupils' psychological and social needs may lead to negotiation with teachers that may shape the operational curriculum. Pupils' refusal to be involved in content other than from Christianity pressurizes student teachers to teach RME drawing content from one religion. For most trainees, this is professionally untenable.
Actions of the community
Respondent data reveals that trainee teachers obtained very little support from the community with regard to the teaching of RME. In this study, 67.5 per cent of interviewees indicated that that some sections of the community were opposed to the teaching of traditional religion. In particular members of the Apostolic Faith Church were strongly opposed to the teaching of content from traditional religion. Some respondents were reportedly confronted outside school hours by parents who were questioning the student teachers' motives for teaching their children African Traditional Religion. In such an environment any teacher might feel intimidated to teach a subject opposed by parents. Consequently, trainees may develop negative attitudes towards RME. It appears from the findings of this study that trainees' negative attitudes towards RME are influenced by three broad categories of factors: pre-course socialization, impracticality of the RME curriculum and conditions in the user-system.
IMPLICATIONS OF FINDINGS
Broadly, the findings reported in this study seem to contradict the Kohlbergian cognitivist theories on moral development whilst they endorse humanistic orientated theories of human learning espoused by researchers such as Denzin (1984) and Oser (1991) . Whereas Kohlberg (1971) conceptualized the cognitive structures within individuals as key foundations for making moral decisions and judgments, the results of this study suggests that most trainees were prisoners of conscience to the dominant value systems in Zimbabwe which are Christian oriented. This finding tallies with contemporary views of moral philosophers such as Toulmin and Walzer in Rest, Narvaez, Thoma and Bebeau (1998) who argue for community experiences as the base for moral judgments. In this study, the results of the study reveal that the pathways in respect of learning to teach RME professionally, are impeded by three major obstacles. Firstly, the results of the study indicate that influence of the social context precludes trainee teachers from adopting professional behaviors and ethos commensurate with the teaching of RME. The disparity between what trainees observe in classroom contexts as learners and the teaching models and methods suggested in professional courses disorients them. These findings corroborate research studies by LaBoskey (1995) and Tann (1995) who observed that pre-service student teachers' misconceptions about teaching or learning and the curriculum are derived from their experiences as learners. This finding also tallies with the functionalist perspectives of religion (Durkheim in Frazier 1975; Schmidt 1980) which claims that religion is a social cohesive force in society. In this regard, trainees perceive the adoption of professional ethos in line with the teaching of RME as a betrayal of their social and religious bonds. Secondly, the results of the study indicate that the core values embodied in the RME course are another impediment in the professional growth of trainee teachers. In particular, the major contentious issues include the philosophy of religious equity that underlie the RME course; the content to be taught, and teacher's and pupils roles in the teaching/learning process. This finding is in agreement with Posner's (1995) and Beach and Pearson's (1998) studies that have identified perceptual issues of values, curriculum and instruction as constituting contested territory between trainee teachers and their tutors or supervisors. Similarly, Oser (1991) and also Beach and Pearson (1998) argue that in situations of moral conflicts teachers adopt various strategies some of which include avoidance, denial or passing on the problem to superiors. Participants also displayed this behavior during their teaching practice by either claiming that RME lessons are difficult to teach or that biblical sources of content are universal or the only ones suitable for teaching RME. More importantly, this study discovered that trainee teachers were dismissive and unsympathetic to religious and moral values derived from religions other than Christianity labeling them as 'demonic'. As Schmidt (1980, 11) observed: 'Advocates of different religions often claim that their faith is true while others are implicitly false …'. In light of the above, it is incumbent to utilize their emotional intelligence as a tool for designing courses and teaching methodologies in teacher education that are responsive to the specific religious sensibilities and moral concerns of trainee teachers.
This study found that the absence of professional support infrastructure in relation to the teaching of RME in Zimbabwean primary schools is a major impediment in the professional growth of trainees. Major gaps in this regard include: supportive school and community cultures; subject traditions and pupil behaviour. The study also found that the attitudes of church authorities, some school headmasters, mentors, parents and pupils were not supportive to the implementation of an inclusive religious equity policy. An effective professional support infrastructure should include according to Hargreaves, Liebermann, Fullan and Hopkins (1998) , supportive out of school learning communities, subject area networks and professional associations.
In conclusion, this study also found that professional support infrastructure with regard to the implementation of the practicum component of the RME course is non-existent in a large number of primary schools. This study calls upon all teacher educators to initiate meaningful dialogue with all stakeholders, private school boards, parent communities, teacher educators and policy formulators to come up with a shared vision of an effective RME teacher. Without a shared understanding, teaching RME shall ever remain a contested zone between conflicting value systems and interest groups. The findings of this study are limited because they only capture the concerns, views and experiences of trainees at two colleges with respect to the teaching of RME and hence cannot be generalized over the whole population of teachers in Zimbabwe.
